A key debate in the curriculum field has centred on the extent to which teachers should or could achieve agency over the curriculum they enact. Threats to teacher agency have come from top-down control of curricula, either through input regulation (prescription of content, methods and/or teaching materials) or output regulation (steering through outcomes). Drawing upon an ecological model to explore the concept of teacher agency, this chapter will illustrate through empirical research conducted in Scotland and Cyprus, how it manifests in various ways through teachers' work. The chapter concludes with a discussion of why it is important to understand and take into account teacher agency when formulating and developing curriculum policy.
Priestley, M., Biesta, G.J.J., Philippou, S. & Robinson, S. (2015) . The teacher and the curriculum: exploring teacher agency. In D. Wyse, L. Hayward & J. Pandya (Eds.), The SAGE Handbook of Curriculum, Pedagogy and Assessment. London: SAGE Publications Ltd It is within this complex terrain that the concept of teacher agency is helpful. It has emerged in recent literature as an alternative means of understanding how teachers might enact practice and engage with policy (e.g. Lasky, 2005; Leander and Osbourne, 2008; Ketelaar et al., 2012; Pyhältö et al., 2012; Priestley et al., 2013) . The concept of teacher agency itself is not unproblematic: agency remains an inexact and poorly conceptualized construct in much of the literature about teaching. In particular, it is often not clear whether the term refers narrowly to an individual capacity of teachers -which would fit with policy agendas to improve the quality of teaching -or more broadly to an emergent 'ecological' phenomenon dependent upon the quality and nature of individuals' engagement with their environments (Biesta and Tedder, 2007) . This latter conception is more helpful in our view, as it allows questions to be posed about the conditions under which, and the means by which, teachers are able to achieve agency in their everyday practices. Teacher agency has been regularly linked to narrow agendas of school improvement, where agency is construed more narrowly as 'change agentry' (Fullan, 2003) . Yet in such discourses, teachers remain positioned as implementers of someone else's policy, and schools are invariably represented as being in deficit and in need of reform.
In this chapter, we offer an ecological conceptualisation of agency that emphasizes the importance of both agentic capacity and contextual conditions in shaping agency and in which the achievement of agency is seen as a temporal process (Emirbayer and Mische, 1998) . In the chapter we outline why this conceptualization of teacher agency is both a useful construct for enabling a deeper understanding of teaching as a professional field, as well as a conceptual tool with the potential to facilitate the future development of better educational policy for shaping school improvement efforts. In particular, we raise important questions about the relative balance between input and output regulation (Kuiper et al., 2013; Leat et al., 2013) , and their various impacts on teacher agency. We start with an overview of this theorization of agency, before drawing on several empirical studies from two contexts -Scotland and Cyprus -to illustrate how teacher agency is shaped, in what (archetypal) forms it manifests itself, and in what ways this subsequently shapes practice 1 . We conclude the chapter by reflecting on how education policy might contribute more constructively to teacher agency, and on how there might be Priestley, M., Biesta, G.J.J., Philippou, S. & Robinson, S. (2015) . A second key point is that agency is both temporal and relational. We draw here on Emirbayer and Mische (1998), who point to the theoretical one-sidedness of existing theories of agency which, in their view, tend to focus either on routine, or on purpose, or on judgement. They make a case for a theory of agency which encompasses the dynamic interplay between these three dimensions and which takes into consideration 'how this interplay varies within different structural contexts of action' (1998: 963) . For this reason they suggest that the achievement of agency should be understood as a configuration of influences from the past, orientations towards the future and engagement with the present. They refer to these three dimensions as the iterational, the projective and the practicalevaluative dimensions respectively. In concrete actions all three dimensions play a role, but the degree to which they contribute varies. This is why Emirbayer and Mische speak of a 'chordal triad of agency within which all three dimensions resonate as separate but not always harmonious tones'
(1998: 972; emphasis in original).
Emirbayer's and Mische's ideas are helpful because they show that agency doesn't come from nowhere, but builds upon past achievements, understandings and patterns of action. This is expressed in the iterational element of agency which has to do with 'the selective reactivation by actors of past patterns of thought and action, routinely incorporated in practical activity, thereby giving stability and order to social universes and helping to sustain identities, interactions, and institutions over time'
(1998: 971; emph. in original). A key word here is 'selective'. Emirbayer and Mische note that while some writers suggest that 'the agentic reactivation of schemes inculcated through past experience tends to correspond to (and thus reproduce) societal patterns ' (1998: 981) , this level of routinization does not have to be the case. Actors do not always act from habit, following routinized patterns of behaviour, but are able to recognize, appropriate and refashion past patterns of behaviours and experience as they seek to manoeuvre among repertoires in dealing with present dilemmas and engage in expectation maintenance in their orientations to the future. A key implication here, is that actors Emirbayer and Mische's approach also acknowledges that agency is 'motivated'; it is linked to the intention to bring about a future that is different from the present and the past. This is encapsulated in the projective element of agency which encompasses 'the imaginative generation by actors of possible future trajectories of action, in which received structures of thought and action may be creatively reconfigured in relation to actors' hopes, fears, and desires for the future' (1998: 971., emph. in original). Such a process of continual imaginative reconstruction of the future involves 'draw [ing] upon past experiences in order to clarify motives, goals and intentions, to locate possible future constraints, and to identify morally and practically appropriate courses of action ' (1998: 989) . An implication here is that people who are able to form expansive projections about their future trajectories might be expected to achieve greater levels of agency than those whose aspirations are more limited, at least to the extent that they have access to a wider repertoire of alternative futures.
Whether such a repertoire is translated into action does, of course, not only depend on the repertoire itself but also on the contextual conditions under which teachers act.
Although agency is involved with the past and the future, it can only ever be 'acted out' in the present, which is what is expressed in the practical-evaluative dimension: 'the capacity of actors to make practical and normative judgements among alternative possible trajectories of action, in response to the emerging demands, dilemmas, and ambiguities of presently evolving situations' context and time highlights that it is not only important to understand agency in terms of the individual's lifecourse. It is at the very same time important to understand transformations of contexts-for-action over time. According to Emirbayer and Mische, such contexts are primarily to be understood as social contexts in that agency is 'always a dialogical process by and through which actors immersed in temporal passage engage with others within collectively organized contexts of action ' (1998: 974) . However, we would argue that such contexts are also material, in that agency is also shaped by the availability of physical resources and the nature of physical constraints.
Teacher agency
While agency per se has been extensively theorized, teacher agency has not received the attention it deserves. There has been little explicit research or theory development (Vongalis-Macrow, 2007) about this 'vague' concept (Pyhältö et al., 2012 ) and existing change models tend to both underplay and misconstrue the role of teacher agency in educational innovation (as noted by Leander and Osborne, 2008) . In this section of the chapter we briefly set out our ecological model for understanding teacher agency, drawing explicitly on the temporal/relational conception of agency outlined in the previous section. The diagram below represents the key dimensions of the model, illustrating the ways in which we analytically separate out key elements of each dimension. With regard to the iterational dimension we distinguish between the influence of the more general life histories of teachers and their more specific professional histories (which include both their own education as a teacher and the accumulated experience of being a teacher). With regard to the projective dimension we distinguish between short term and long[er] term orientations of action. And with regard to the practical-evaluative dimension we make a distinction between cultural, structural and material aspects -the various components of the present contexts which provide the conditions and affordances through which agency is achieved by teachers. These affordances are both practical (i.e. what is possible given the resources and constraints of the context) and evaluative (e.g. subject to judgements of risk). agency is always enacted in a concrete situation, therefore, both constrained and supported by cultural, structural and material resources available to actors.
In the following sections of the chapter we present a number of different examples of agency from the aforementioned empirical studies.
Teacher agency in practice
In both countries upon which we draw, the context of teaching is subject to the curricular reforms introducing more teacher autonomy, new modes of teaching and learning and new expectations upon teachers. The following examples show how teachers are able to achieve agency in the face of what are often conflicting demands; they also illustrate clearly that teacher agency is multi-faceted and complex. The initial discussion focuses on teachers who might be called, after Osborn et al. (1997) ,
